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Chapter 1
The Problem
Background and Significance
The volcanic changes in our society are reflected in a work force
changing from an industrial base to one of service and information and
to an educational community which communicates by electronic
means, both for information andprimary instructional assignments.
The globalization of the world economy has dictated rapid changes in
our work force, which in turnhas changed the teaching and learning
environment. The delivery of instructional content without regard to
distance or geopolitical boundaries is a present-day reality. Distance
education is no longer on the periphery of education; it is now a
solution to the expanding need to retrain and upgrade the work force
with fewer and fewer government and private sector dollars. Various
researchers have noted that student populations are becoming more
diverse than ever before. They are also older, working more, and less
able to attend classes at the traditional time and place (Aslanian &
Brickell, 1980; Brookfield, 1986; Cross, 1981; Pugliese, 1994; Vaughan,
1985).2
The field of distance education has developed as a major new
discipline. Research is being done on delivery methods, educators,
students, technologies, and many other aspects of this field, with the
express purpose of adding new knowledge. Within this new field of
inquiry, there are several research strands. They include theories
accounting for the particular interaction which occurs when teaching
and learning are not face to face, the action of different technological
mediums upon the learning process (the most appropriate content
areas for selected mediums), the effect of new technologies on learning,
parity with traditional classroom learning outcomes, characteristics of
the successful learner, and statistical and demographic research on the
learners and teachers.
Distance education was defined by several theorists as provision
of instruction to persons engaged in a planned learning activity in a
place or time different from that of the instructor (Holmberg, 1989;
Moore, M. G., 1990; Verduin & Clark, 1991). The key ingredients they
had in common were the separation of the instructor and learner and a
planned learning activity.
Distance education is a relatively new field of academic study. It
is generally interdisciplinary in nature and has a large technical
component. For these reasons, a brief overview of the field is in order
prior to the more specific diScussion of student retention.3
The advent of modern distance education, using telecourses
transmitted by cable, satellite and microwave transmission of two-way
video, compressed video, modem, and audiographics, has made
continuing and completing their higher education possible for many.
These are learners who would, without these technologies, be denied
the means to make personal and career transitions in today's fast-paced
and complex society.
Historically, the community college has been one vehicle available
for adults to pursue lifelong learning goals. The community college's
mission and goals have been enhanced and educational accessibility
has been increased by the development of distance learning
technologies. These factors make it an ideal setting in which to study
this delivery model.
The quality of distance education, as compared to traditional face-
to-face instruction, has been the subject of a great deal of the literature
surrounding distance education.Extensive literature reviews done by
Schlosser and Anderson (1994), Verduin and Clark, (1991), and
Whittington (1987) all concluded that there was no difference in
educational outcomes between the two methods and that there was
often a slight gain for the distance learner in outcomes, as measured by
grades. Telecourse students had a higher dropout, or failure to complete
class, rate than traditional face-to-face classroom students (Brey &4
Grigsby, 1984; Coggins, 1988; Coldeway, 1991; Crop ley & Dahl, 1983;
Dille & Mezack, 1991; Ehrman, 1990; Garrison & Shale, 1990; Iverson,
1995; Moore, M. G., 1990; Pugliese, 1994; Verduin & Clark, 1991;
Whittington, 1987; Wiggins, 1993).
However, there has been very little research on instruments that
might either help students determine the academic fit of this medium or
help teachers identify those students who are at risk for dropping out or
failing. This study investigated one such instrument, the Telecourse
Self-Assessment Prediction Instrument (TSAPI) (appendix A) to
determine if it helped to identify those students in the population
investigated.
One of the most widely cited of the technologies used for distance
learning was the telecourse. A nationwide survey, conducted by the
Corporation for Public Broadcasting, found that 32% of responding
colleges offered telecourses via videocassette (Brey, 1988). Nationally,
about 20% of the students who were first-time enrollees in a college
course chose a telecourse(Parnell, 1984). This was consistent with the
Chemeketa Fall Telecourse Survey (appendix B) of 1994, in which 18%
of the respondents reported a telecourse as their first credit class taken
at the college, and of 1995, in which 14%reported they were first-time
enrollees (appendix B).5
The Present Investigation
If retention of students and student success are accepted
educational goals, then mechanisms should be in place within the
institution which assess whether or not the student has the requisite
traits and skills to be successful. Reed and Sork (1990) asserted that
the institution had an ethical obligation to protect both the program
and the student from failure. Crop ley and Dahl (1983) suggested that
"psychological traits, such as internal motivation or skill in self-pacing,
self-evaluation, goal-setting and the like...take on a special importance
in the distance education setting."
There is a body of literature which examined the reasons for the
failure and withdrawal rates in distance education but, aside from
cognitive and learning style research, little was said about pre-
enrollment assessment of students. Research and literature
surrounding cognitive styles and the affective domain suggested that
this theoretical framework might be used to predict the success of
students in distance learning by assessing field dependence, control,
and support factors. The literature also suggested a correlation between
the cognitive and affective domain factors such as attribution,
procrastination, motivation, and student success (Atman, 1988;
Coldeway, 1991; Crop ley & Dahl, 1983; Dille & Mezack, 1991;
Holmberg, 1977; Iverson, 1995). The instruments themselves were6
lengthy and time consuming and required extensive training for proper
use.
There was a generally expressed need by experts in the field of
distance education to develop assessment instruments which would
help evaluate the potential success for students in the distance
environment. Verduin and Clark (1991), in their model for delivery of
distance education, stressed the importance of assessing the entering
behavior of students for such characteristics as motivation, learning
styles, and self-directedness. M. G. Moore (1988), in an editorial for The
Journal of Distance Education, suggested that assessing the student for
preferences in autonomy was the first step in facilitating success in a
distance education environment.
There is a need to research simple, effective instruments for use
by the student and teacher in the distance learning environment,
addressing student success and retention.
The purpose of this investigation was to study the use of a
specific predictive instrument, the Telecourse Self-Assessment
Prediction Instrument to determine the student's potential success in a
telecourse. This study was also designed to produce information that
could help both the institution and the student assess whether the
enrollee had the traits and skills identified as necessary for success in a
distance education experience, as measured by the TSAPI, in one7
institution offering extensive distance learning opportunities. The
TSAPI assessment instrument was originally distributed by the
Corporation for Public Broadcasting and was developed by the Northern
Virginia Community College Extended Learning Institute.
The TSAPI is a 10-question, forced-response, self-scoring guide
based on factors believed to contribute to the potential success in a
telecourse. The factors measured include motivation, need for
interactivity, procrastination, institutional support, personal time, and
technology anxiety. Such factors have been noted in the literature to
have an effect on student success or failure.
The Research Question
The basic research question addressed by the study was as
follows: Based on the interrelationship of factors that affect student
telecourse success or failure (identified as motivation, interaction,
autonomy, learning styles, institutional support, technology anxiety,
and personal time), was the Telecourse Self-Assessment Prediction
Instrument a valid predictor of successful telecourse completion, as
measured by a passing grade of D or better?
Several secondary questions were also addressed:
Was gender a significant factor in predicting telecourse
completion?8
Was grade point average (GPA) a significant factor in predicting
telecourse completion?
Was cumulative college credit a significant factor in predicting
telecourse completion?
Scope and Limitations of the Study
The following limitations applied to this study and may have
influenced the internal validity and generalizability of the findings:
1) There was no published research or specific authorship known
about the instrument itself.
2) Participation in the study was voluntary and not drawn as a
random sample.
3) The population was localized and restricted to Chemeketa
Community College telecourse students enrolled in five different
classes.
4) The study took place at a given point in time over a one-year
period from 1994 to 1995.
The subject population was composed of students enrolled on a
voluntary basis in certain telecourses at Chemeketa Community College
for the 1994-1995 school year. The primary population was students
enrolled in Medical Terminology classes. This study was not, therefore,
generalizable to other populations.9
Definition of Terms
Several terms used in this investigation are defined here in the
interest of consistency.
Attrition rate: The number or percentage of students who did not
complete the course.
Cumulative college credit: The total number of college credits
earned by the student at Chemeketa Community College at the end of
the term in which the telecourse was taken.
Distance education: The provision of instruction to persons
engaged in a planned learning activity in a place or time different from
that of the instructor. It was frequently called "distance learning" in the
literature. For the purpose of this investigation, the definition will be
the same and will include the following five defining characteristics:
Courses and other educational activities, organized by a
teacher or sponsoring agency and taken by a person beyond
compulsory school age
Separation of teacher and learner during the majority of the
instructional process
The sponsorship of an educational organization, which
provides for official student evaluation.
The use of educational media to unite teacher and learner and
to carry course content10
The provision of two-way communication between teacher or
designate and learner
Failure: Course grade of F, I (incomplete), N (a grade in which
participation was too minimal to assess progress, usually less than one
half of class work, or failure to take exams), W (withdrawal after fourth
class week), N.S. (nonstarter, one who registered for class but did not
appear on the fourth-week role) .
GPA: Cumulative grade point average on a 4.0 scale.
Success: Passing the telecourse with a grade of A, B, C, or D.
Telecourse: In this study "telecourse" was defined as a delivery
method in which content material was in the form of prerecorded
videotaped lectures and demonstrations with no two-way
communication at time of delivery.
Setting
Chemeketa Community College is a public, two-year institution
founded in 1955 as the Salem Technical Vocational School. It became
Chemeketa Community College in 1970. Chemeketa Community College
offers university transfer and general associate of arts degrees,
technical and professional associate degrees, certificates of completion,
high school completion, and continuing education programs.
Headcount in 1994-1995 was 38,430. Of these, 20% were full-time11
students and 80% part-time students, served by 883 teaching faculty.
The student body was 57% female and 43% male, and 61% were over
25 years of age. The population was diverse, to the same approximate
degree as the general population of the region, including 10% Hispanic,
3% Asian-American, 2% Native American, 1% African-American, and
3% international students representing 17 foreign countries, with the
remaining 81% Caucasian. Declared lower division transfer students
represented 26% of the student population (Scott, 1995).More than
1,800 students enrolled in telecourses each year (D. Carver, personal
communication, January 22, 1996).
Organization of Dissertation
The dissertation is organized according to academic convention in
the following manner. Chapter 1 outlines the introduction to and the
background of the study. Chapter 2 details support for the theoretical
framework of the study, purpose of the study, and major concepts used
in the investigation. In addition, chapter 2 includes research support for
the particular learning and psychological traits which were suggested as
predictive factors of student success. Chapter 3 enumerates the
procedures and methods used in the design, administration,
scoring of the tool and statistical analysis of the results. Chapter 4
describes the data analysis and findings of the investigation. Chapter 512
summarizes the investigation and discusses the conclusions and
recommendations which arose from the investigator's findings and
related research.13
Chapter 2
Review of Related Literature
As noted in chapter 1, the purpose of this investigation was to
determine the usefulness of a specific pre-course self-assessment
instrument in determining the success of students in telecourses at
Chemeketa Community College. As described in chapter 1, one of the
current research topics in distance education was the high drop-out, or
noncompletion, rate of students enrolled in distance education
experiences. This was an action research project in which the
practitioner carried out research with a view to improving professional
practice and understanding that practice better (Cameron-Jones, 1983).
The distance education literature reviewed was largely anecdotal
and dominated by comparison studies in which students at a distance
were compared with those in traditional face-to-face instruction.
Perhaps most significantly, distance education is an evolving discipline,
practiced primarily by nonresearchers who do not publish or collect
data suitable for traditional educational research (Schlosser &
Anderson, 1994).These observations are particularly significant when
looking at the community college environment, which generally has no
built-in institutional requirement for research and serves an extremely
diverse student population.14
The literature search focused on the following areas: adult
learning, distance education development in the United States, the
major theoretical frameworks in distance education, studentsuccess
and assessment, and the research design and validity issues relatedto
the applied research approach of this study. This wasa selective review
with two goals: first, to better understand the factors thatmay influence
student success in telecourses; and second, to trace the evolution of
education theory that led to new approaches in teaching and learning in
the distance learning environment.
Although there was a great deal of literature on distance
education related to kindergarten through grade 12, therewas far less
concerning higher education and the community college.
Adult Learning
It was estimated in the early 1980's that, by 1998, 45% percent of
college enrollment will be students above the age of 25 (Cross, 1981).
The approximate mean age of students in telecourses at Chemeketa
Community College was 32.5 years at the time of this study, whichwas
consistent with national and international trends. Distance education
was viewed primarily as a vehicle for adult education by several
theorists (Kaye & Rumble, 1981; Keegan, 1986; Verduin & Clark, 1991).15
Consequently, an initial review of adult learning provided a
framework for looking at subsequent topics, such as the role of learning
styles and motivation in student completion. Although the adult
population was the focus of this study, the results may have
implications for learners of all ages.
Definition of Adult Learning. R.E. Peterson described the
situation: "The field of adult education has evolved a vocabulary
possibly unparalleled in its confusion" (Peterson, 1979, p.13). There
were many terms used to define adult learning: adult education,
continuing education, lifelong learning, and andragogy were just a few
examples. The definitions of adult education followed the historical
evolution of the discipline itself, which began with the founding of the
American Association for Adult Education in 1926 (Merriam 86
Cunningham, 1989). The definition initially encompassed a wide array
of community resources to facilitate adult learning and progressed to
the more specific contexts of the current theorists.
Tough (1981) defined learning very broadly as "sustained, highly
deliberate efforts to learn knowledge or a skill." This view did not
provide an adequate framework for looking at the adult in an
institutional learning environment, because it included all types of
learning activities, from learning to drive a motor home to advanced
professional degrees. The National Center for Educational Statistics16
defined adult learning as "consisting of courses and other educational
activities, organized by a teacher or sponsoring agency, and taken by
persons beyond compulsory school age" (Cross,1981, p. 51). Cross also
noted that this definition specifically excluded those persons finishing
their high school diplomas through either Graduation Equivalency
Diploma (GED) or Adult Basic Education (ABE) programs. The
definition, while broad, had more utility when dealing with the variety of
adults who chose distance education as a vehicle of postsecondary
education.
Profile of Adult Learners. According to Carol Aslanian and other
researchers, adult learners exhibited several of the following
characteristics: They were under the age of 40 with a high school
education and an income above $10,000 per year; they were employed
in a professional or technical field; they were single or divorced; and
they had fewer than five children. Geographically, they resided in
urban areas and were more likely to have lived on the Pacific coast.
Gender differences were not significant (Aslanian & Brickell, 1980).
These demographic descriptions were helpful only in describing the
adult learner. They did not explain why one adult learned or was
successful and another dropped out of the learning experience or failed.
Other researchers, including Knowles (1984), Knox (1986), Kolb
(1984), and Robertson (1986), have described the adult learner in terms17
of learning characteristics, such as self-direction, motivation, learning,
and cognitive styles. These characteristics, such as motivation and self-
direction, coupled with the ability to identify learning and cognitive
styles have been proven to be useful in determining the type of
educational environment which promotes success in the individual
student (Atman, 1988; Coldeway, 1991; Dille, 1991, Iverson, 1995).
Learning Characteristics of the Adult. A working definition of
adulthood by psychologists such as Eric Erickson who studied stages of
life would include the characteristic of being responsible for one's own
life, or having self-direction. Researchers noted that adults seemed to
have difficulty maintaining self-direction in the classroom and added
that those who did maintain self-direction learned more effectively and
critically (Brookfield, 1990; Knowles, 1984; Robertson, 1986).
Motivation is another key characteristic of the successful adult
learner. It was noted that the higher the motivation, the greater the
learning (Ehrman, 1990). Aslanian and Brickell (1980), Tough (1981),
Wlodkowski (1985), and others held that, for adults, job changes and
personal lifestyle changes were the chief motivators for returning to
school. Wlodkowski further implied that there were six major factors
which had a substantial impact on adult learner motivation: attitude,
need, stimulation, effect, competence, and reinforcement. Knowles
(1984) built on this work and stated that these factors were primarily18
intrinsic factors, rather than extrinsic, in the successful adult learning
environment.
Learning and Cognitive Styles Research. The research into
motivation and self-direction as key factors in adult learning led directly
to the learning and cognitive style research. David Kolb (1984) used the
tradition of Piaget, Lewin, and Dewey in connecting learning to
experience. His construct sought to integrate experience, perception,
cognition, and behavior into a holistic perspective. From this model, he
concluded that there were different styles of learning and cognition and,
furthermore, that they could be determined using instruments which
assessed learning styles. These were primarily predictive tools, used
prior to the educational experience in an effort to enhance or intervene
in the learning environment.
Kolb (1984) theorized that the learning process was not identical
for all human beings. It was a unique, adaptive process for each
individual that emphasized certain adaptive orientations over others.
Learning styles were for Kolb, then, expressions of how people program
themselves to grasp reality. Each person exhibited varying degrees of
emphasis on four major modes of the learning process: concrete
experience, reflective observation, abstract conceptualization, and active
experimentation. These learning styles have been assessed by using the19
Learning Style Inventory (LSI) developed by Kolb (1984, p. 68-69) or
other inventories which have recently been developed.
The LSI and Rotter's Internal-External Locus of Control Scale
(RIELC) were used to predict high-risk students in community college
telecourses by Dille and Mezack (1991). Their findings suggested that
the combination of tools did help to identify high-risk students, but only
those parts of the LSI which measured the concrete experience aspects
of the learning style were found to be significant. The RIELC predicted
the successful students and the nonsuccessful students in terms of
grades. The lower the score on the RIELC (indicating internal
orientation), the higher the grade received by the student. However, it
was less successful in predicting withdrawal rates. The LSI was only
marginally significant in predicting success, although a pattern did
emerge: concrete learners seemed to be more suited tothe telecourse
format than the more abstract learners. The most important factors in
predicting academic success were the number of college credits
completed prior to the telecourse and the grade point average of the
student.
Verduin and Clark (1991) described a learning style inventory
developed by Canfield which also quantified four tendencies and
preferences of adults that, according to Canfield, influenced the way
adults learn. The four areas described by Canfield were preferred20
conditions, mode, content, and expectancy score (p. 29-30).Although
it may be a valuable tool for the early planning of distance education,
Verduin and Clark believed this type of inventory had little usefulness
for the distance educator in day-to-day functions. There was no
available research on the use of the Canfield Learning Style Inventory in
predicting success in the distance education environment, although
there was a body of research which used it in the traditional classroom.
There were four dimensions to cognitive styles described by Knox
(1986): analytic versus global problem solving; complexity and
abstraction versus simplicity and concreteness; impassivity versus
reflection; and convergent versus divergent thinking. Each reflected
both a different initial approach and a preferred mode or style of
learning.
In recent literature, the relationship between learning and
cognitive and learning style inventories has been explored extensively.
These learning styles were loosely defined as characteristic modes of
mental and creative functioning that people typically use for perceiving,
remembering, thinking, and problem solving.
Distance Education
Definitions of Distance Education. A definition is (in an
epistemological sense) a guide to the nature of an entity. An operational21
definition of distance education must then give direction to both the
observer and the practitioner. The definition has evolved with the
expansion of the field. The term "distance education" was found as
early as the 1970's in the journal Epistolodidaktike, (Holmberg, 1977).
Prior to this time, the field was known as "correspondence study," an
entirely print-based technology. By 1965, some work had been done
with audio and radio, but the term "distance education" was not used.
In 1977 Holmberg noted that "the term distance education was not
universally recognized and was, in fact, regarded as something of a
misnomer (like home study)" when its methods were used by the
campus-based learner. In the USA, "independent study" was the
terminology preferred.
M.G. Moore, in his 1975 book Cognitive Style and Telemathic
Teaching, used the term "telemathic teach" to define both corres-
pondence and the early radio and television courses (as cited in
Holmberg, 1977). The Library of Congress category was
"correspondence schools and courses." After 1977, the term
"distance education," or "Fernunterrich," was a common
descriptor, applied to a variety of audiences and media. Other
definitions also reflected this diversity. Holmberg's definition was
derived from Moore's (Holmberg, 1977):22
The term distance education covers the various forms
of study at all levels which are not under the
continuous, immediate supervision of tutors present
with their students in lecture rooms or on the same
premises, but which, nevertheless, benefits from the
planning, guidance and tuition of a tutorial
organization. Distance education includes all those
teaching methods in which, because of the physical
separateness of learners and teachers, the interactive,
as well as the pre-active, phaseof teaching is
conducted through print, mechanical or electronic
devices. Elements of oral tuition and group work
(contiguous teaching or face-to-face teaching), belong
here as optional auxiliary components (p. 9).
Hilary Perraton defined distance education as "an educational process
in which a significant proportion of the teaching is conducted by
someone removed in spaceand/or time from the learner" (as cited in
Sewart & Holmberg, 1988). These modern definitions are based on this
past work and are usually set into theformat of a four- to five-part
definition detailing the condition under which something could be
defined as distance education (Kaye & Rumble, 1981; Keegan, 1986;
Moore, M.G., 1988; Rumble, 1986). The most comprehensive and
current definition was given by Verduin and Clark(1991). It
encompasses previous workand accounts for new telecommunication
technology and delivery systems. The four definingelements of distance
education are:
The separation of teacher and learner during at least a
majority of the instructional process.23
The influence of an educational organization, including the
provision of student evaluation.
The use of educational media to unite teacher and learner and
carry course content.
The provision of two-way communication between teacher,
tutor, or educational agency and learner.
A counter view to the definitional aspect of distance education
was offered by Doug Shale (1988). He argued that distance education
was not a separate field of inquiry. He theorized that it was simply the
means of bridging the distance between teachers and students and was
incidental to the learning process and not a defining criterion. This
perspective allowed for a greater flexibility in the way the learning
process was envisioned and increased the avenues open for a wider
variety of research methodologies.
As with adult education, there are many definitions of distance
education. Since this investigator's study dealt primarily with adults,
the definition preferred in this investigation was one which borrowed
both from the adult education theorists and the distance education
theorists. The definition proposed by Verduin and Clark (1991) built on
the work of Keegan (1986), M. G. Moore (1990), and Holmberg (1986),
and included K. Patricia Cross's (1981) definition of adult education.24
For other theorists (Garrison & Shale, 1990; Shale, 1988),the
defining characteristics differed only in that they saw distance
education as a process involving technology, not a separate type or
subset of education. For them, the fact that technology wasthe
mediator between the teacher and the learner forfacilitating and
supporting the educational process did not make itdifferent from
traditional teacher-learner transactions in anysubstantial way. Just as
classroom techniques varied between teachers anddisciplines, so did
they between technologies. Further, theyspeculated that increasingly
sophisticated technology would make this mediation moreand more
approximate to the traditional face-to-facelearning situation.
Distance learning can be thought of as the acquisition of new
information through a medium such as a book,television, movie, or
radio, where the original instructor or source ofthe information (e.g.,
author, performer) is separated from thelearner by distance. In this
age of global communication,it has become an everyday occurrence for
most adults.
Distance Education Development. The first organizeddistance
education began with a postal composition courseoffered in Sweden in
1833 (Holmberg, 1977). The Society to EncourageStudies at Home,
founded in 1873 by Anna Eliot Tichnor inBoston, Massachusetts,
attracted more than 100,000 in its 24 years.Illinois Wesleyan offered25
bachelor's, master's, and doctoral degrees between 1877 and 1900.
William Rainey Harper directed a degree-granting correspondence
program at the ChautauquaCollege of Liberal Arts from 1883-1891
(Watkins, 1991).
The first extension department using distance delivery was
founded in 1890 at the University of Chicago. Each year, 125
instructors taught 3,000 students enrolled in 350 courses (Watkins,
1991). Thomas J. Foster, editor of the Mining Herald, began offering the
first industrial and proprietary courses in mining and mining accident
prevention in 1891. This successful business developed into the
International Correspondence Schools, whose enrollments grew from
225,000 in 1900 to more than 2,000,000 in 1920 (Rose, 1991). In the
1920's, correspondence courses appeared for the secondary schools in
such areas as the vocational courses offered in Benton Harbor,
Michigan, and the high school correspondence courses offered by the
University of Nebraska (Holmberg, 1977). These courses were still
offered at the time of this study.
Electronic delivery was pioneered in the United States beginning
in the 1920's, using the radio to deliver educationalinformation. At one
point, there were 176 radio stations constructed and operated by
educational institutions. In the early 1930's, institutions such as the
University of Iowa, Purdue University, and Kansas State began26
delivering educational television programs, but college creditwas not
granted for television courses until the 1950's. The first of thesewas
offered by Western Reserve University in 1951. The best knownwas the
Sunrise Semester series by New York University on CBS, started in
1957 and lasting until 1982 (Schloss ler ifis Anderson, 1994). The
development of cost-effective satellite technology in the 1980's provided
the means to increase both the number of sites available and the
geographic scope of this delivery method. It was extended in the United
States to high schools and elementary schools. Elsewhere in the world,
universities were being founded or changed to distance teaching
institutions. The first of these was the University of South Africa. The
subsequent founding of the Open University of the United Kingdom
marked a major milestone in distance education. This institution has
promoted instructional techniques and research on a massive scale
during the last two decades. The development of the Open University
contributed to the development of other institutions, suchas the
German FernUniversitat, Athabascom in Canada, and various consortia
in the United States, as well as institutions in Sri Lanka and Pakistan
(Holmberg, 1977).
Holmberg (1986) put forth the following reasons for this interest
in distance universities:27
The perceived need by many countries to increase university
educational offerings.
The realization that adults with jobs and a family were a large
prospective part-time student population.
A desire to serve both individuals and society by offering study
opportunities to adults, including disadvantaged groups.
The need in many professions for further training at advanced
levels.
The wish to support educational innovation.
The belief that this delivery system was an economical use of
educational resources.
The rationale for the distance delivery systems is persuasive, and
the historical experience is now past the 150-year mark. Despite long
experience with various distance delivery modes, however, completion
rates for degrees, and even individual courses, remain much lower than
for face-to-face instruction, ranging from lows of 22% to 60% (Brey &
Grigsby, 1984; Holmberg, 1986).
Distance Education Theory
A theory is the reasoned explanation of known facts which serves
as a basis for investigation. Holmberg noted that distance education28
operated, not on a theoretical framework, but on a practical and
logistical basis (Sewart & Holmberg, 1988). Holmberg and Keegan
(1988) both noted that, in the case of distance education, there was no
agreed-upon single theoretical framework or unified theory currently
accepted by either practitioners or researchers. Keegan went further to
state that the lack of an accepted theory led to a lack of identity and a
relegation of this facet of education to the periphery of the educational
community. The development of theory surrounding distance
education/learning was only just beginning as late as the early 1990's.
Several theoretical frameworks are currently being applied to
distance education which have been derived from numerous sources:
adult learning theories, interaction and communication theory,
independence and autonomy theory, theory of motivation, and
philosophy of education. Some minimal consensus has been forged
around a theoretical basis for distance education by educational
theorists in the distance education journals of America, Canada, and
Great Britain. Major writers, such as M.G. Moore (1990), Keegan (1988),
Holmberg (1986), and Verduin and Clark (1991), have agreed that
distance education/learning is fundamentally different from face-to-face
teaching/learning. Keegan suggested that, while the theoretical basis
for distance education was embedded within the general education
theory, there were significant differences imposed by delivery methods.29
Primarily, distance education, unlike general education, according to
Keegan, was not based on interpersonal communication.Rather, it
should be viewed as a more industrialized form of education and did not
require intersubjectivity or a shared experience in which teacher and
learner were united by a common zeal (Keegan, 1986, pp. 116-118).
Holmberg's theory was derived, not from educational theory, but
primarily from the theories of communication and interaction which he
called "guided didactic conversation" (Holmberg, 1986):
Distance teaching will support student motivation, promote
learning pleasure and make the study relevant to the
individual learner and his/her needs, creating feelings of
rapport between the learner and the distance-education
institution, facilitating access to course content, engaging
the learner in activities, discussions and decisions and
generally catering for helpful and real and simulated
communication to and from the learner (p. 123).
In the United States, current theories of distance education
leaned toward the view of Shale (1988) and Garrison (Garrison & Shale,
1990), who stated that good distance education pedagogy was good
pedagogy in any classroom and that the advances in technology have
resulted in greater transparency between the student and the instructor
in the distance learning environment. Technology is creating the ability
to simulate the face-to-face classroom experience at a distance. This30
goal has not been achieved, and the most common types of distance
education still separate the teacher/learner both in time and distance.
Verduin and Clark (1991) formulated their model of distance
education using the earlier work of M. G. Moore and Charles
Wedemeyer. These writers emphasized the theories of independence and
autonomy as the central organizing concept of distance education
theory. In the 1950's, Charles Wedemeyer (as cited in Keegan, 1986)
noted four elements of every teaching-learning situation: a teacher, a
learner or learners, a communications system or mode, and something
to be taught or learned. He proposed the separation of teaching from
learning as a way of breaking education's space-time barrier. Key to the
success of distance education was the development of independence in
the student. Learning, in his view, takes place through the student's
activity, and the student takes responsibility for the pace of his or her
own progress.
M. G. Moore (1980) also felt that the distant student must accept
a higher degree of responsibility for learning. He noted that there are
two types of learners, autonomous and nonautonomous. Autonomous
learners need little help from the teacher, while the nonautonomous will
need assistance in setting learning objectives, methods of study, and
evaluation of progress. The model Verduin and Clark (1991) proposed
included the dimensions of dialogue/support, structure/specialized31
competence, and general competence/self-directedness to explain the
mechanisms and research surrounding student satisfaction and
success in distance education.
Although there was not one accepted unified theory of distance
education cited, Holmberg (1989) recognized that it was possible to
investigate a subject area without a formulated theory, with a view to
finding the answers to one or more questions. Holmberg stated "A
theory explaining and predicting occurrences in distance education is
imaginable as far as teaching and learning are concerned" (p.124).
Student Success and Assessment
The focus of research in distance education seemed to be shifting
to student success by 1991, due in part to decreasing enrollment
patterns and decreasing local, state, and federal aid to education. The
student-as-consumer movement, coupled with the student success
philosophy of the community college system has also been responsible
for this shift in emphasis. The high incidence of drop-out or failure in
distance education courses and degrees was first identified by
Wedemeyer in 1957. He noted overall correspondence course
completion rates of only about 55% for the years 1907 to 1957 (Allen &
Wedemeyer, 1957). Scanlon (1985) reported attrition in telecourse rates
as consistently higher than on-campus rates, as much as 50% higher.32
The Annenberg/Corporation for Public Broadcasting study of 200
students in 1994 from 12 colleges reported consistent telecourse drop-
out rates of 5-10% above campus rates, which varied from 20-40%,
making the total withdrawal rate 25-50% (Brey & Grigsby,1984).
These rates were unchanged in more recent literature. Iverson(1995)
reported a withdrawal rate of 60% in her 1993 study. Thesewere actual
withdrawal rates from courses and did not reflect failure of academic
achievement.
Demographic and psychological factors, suchas gender,
academic history, locus of control, motivation, procrastination,
interactivity, feedback, attitudes about technology, reading self-
assessment, and learning style, accounted for much of the research
surrounding variable academic success and attrition. (Coggins, 1988;
Coldeway, 1991; Cross, 1981, Dille & Mezack, 1991; Garrison & Shale,
1990; Iverson, 1995; Schlosser & Anderson, 1994). Brookfield (1986),
Cross and Angelo (1988), Knowles (1984), Knox (1986), and Kolb (1984)
have all explored the role of these factors in predicting academic
success in the adult learner.
Cross (1981) described four methods for researching motivation
in the adult learner: depth of interviews (qualitative study), statistical
analysis of motivational scales, hypotheses testing, andsurvey
questionnaires. These methods, according to Cross, did not provide33
simple reasons why adults learn, but rather they suggested that
"motives differ for different groups of learners at different stages of life,
and most individuals have not one but multiple reasons for learning" (p.
97). Cross suggested that the survey questionnaire was the most
popular vehicle for researching motives, due to its ease of
administration and scoring. Unlike the qualitative and hypothesis
testing format, questionnaires relied on a forced choice format, with
analyzable results using descriptive statistics.
Wlodkowski (1985) postulated that "the motives people bring with
them to the learning situation strongly affect how and what they learn."
He further stated, "This notion is quite accurate becausea motive is any
condition within a person that affects that person's readiness to initiate
or continue an activity" (p. 2).
Both Cross (1981) and Wlodkowski (1985) connected need with
motivation. The higher the need for the learning, the higher the
motivation. Motivation and need led to persistence in the learning
endeavor, according to these adult education researchers.
Knowles (1984) connected motivation and need with the quality of
the learning environment in his discussions surrounding andragogy,or
self-directed learning. For Knowles, external rewards and punishment
for learning were less effective than internal incentives and curiosity.
Other researchers using locus of control and field independent learning34
theory suggested that those students whowere more self-directed
tended to be more successful. This was particularlyrelevant in those
areas such as distance education, where there was less student-teacher
interaction (Coggins, 1988; Coldeway, 1991; Dille & Mezack,1991;
Ehrman, 1990). Instruments such as Rotter's Internal-ExternalLocus of
Control Scale and Kolb's Learning Style Inventory measuredthese traits
(Coldeway, 1991; Dille & Mezack, 1991). Individuals withinternal locus
of control tended to believe that academicsuccess was due to their own
abilities or work. Those individuals with an external locusof control
attributed success to luck or other external factors. A lowscore on the
scale suggested an internal locus of control anda high score indicated
an external locus of control (Dille & Mezack, 1991). Students whowere
successful in telecourses attributed their achievement to abilityrather
than luck, connoting internal motivation and locus of control,according
to Iverson (1995).
Allen Knox (1986) suggested that feedback and interactivitywere
also important elements in adult learning. He believed thatlearners
gathered information about the progress of their learning activities
through the mechanism of feedback. Interactivitywas the extent to
which the participants had verbal or written dialogs with theinstructor
or other participants (Ritchie & Newby, 1989). The positive effect of
feedback on motivation and persistence was a major theme inadult35
learning and has been the force behind much of the two-way
communications technology research in distance learning (Duning, Van
Kekerix, & Zaborowski, 1993). One characteristic of a field dependent
learner was the need for feedback and nurturing in the classroom.
Research consistently demonstrated that the field independent or self-
directed learner had an advantage in the telecourse environment
(Iverson, 1995; Moore, M.G., 1990; Pug liese, 1994; Verduin 8s Clark,
1991).
The studies on interactivity suggested that this factor may define
learning style tendencies but did not significantly alter student
performance (Ritchie & Newby, 1989).
The foregoing research suggested that those factors mentioned
above were both important to success and were measurable through the
use of attitude scales and learning style inventories (Borg, Gall, & Gall,
1993). Researchers in distance education have applied these basic
concepts to the distance learner (Atman, 1988; Coggins, 1988;
Coldeway, 1991; Dille & Mezack, 1991; Ehrman, 1990; Iverson, 1995;
Pug liese, 1994; Scanlon, 1985).
Other characteristics, such as planning, goal achievement, and
procrastination, had a positive correlation with psychological types and
learning styles. Atman (1988) explored the distance student in terms of
goal accomplishment using a Goal Orientation Index, a 96-item, self-36
reporting inventory based on the Conation Cycle. Data from this study
indicated that the student who was not a natural planner or an
organizer was at a disadvantage. Atman postulated that this was due to
the special requirement in distance education environments where
there was a need for timely return of assignments, planning and
closure. She concluded that predicting this before the course was
essential to student success.
Recent literature described conflicting findings surrounding
student success. Distance education students managed their time
according to competing pressures of lifestyle, rather than course
schedules, in contrast to on-campus students, as reported by Coldeway
(1991) and others. In addition, Coldeway (1991) described motivation
as an unstable characteristic in the distance learner, as opposed to the
traditional findings in adult learning theories. He believed that students
who enrolled but did little work and did not officially withdraw
(resulting in an N grade) inflated attrition, or drop-out, rates. Locus of
control, social integration, and loneliness were not significant factors in
predicting student success, according to a 1994 study of 306 telecourse
students (Pugliese, 1994). Dille and Mezack (1991) reported that in their
study of 151 students, the significant variables in predicting success
were locus of control, learning style, grade point average, college credit
hours completed, age, and marital status. The successful student had37
an internal locus of control, a less concrete learning style, and a higher
grade point average and cumulative college credits, was married or
single (as opposed to divorced), and was older than nonsuccessful
students. In a 1988 study, Coggins found that in the baccalaureate
setting, demographic characteristics were not significant. She found
significant differences in cumulative college credits and student
expectations of earning higher grades and, again, found that students
with less concrete learning styles had higher success rates. Ross and
Powell (1990) found that a greater percentage of women passed distance
education courses than men at the college level. The authors speculated
that some of the reasons for the greater success of women were that
they used institutional support structures better, they worked in fields
such as health care where career advances can be readily achieved
through academic upgrading, they regarded failure in courses as
serious, and they used personal support networks more widely.
A qualitative study done to understand students' motivation for
withdrawal (Garland, 1993) found that many of the problems cited by
dropouts were the same as those cited by persisters. This led to the
observation that the reasons most often cited, such as time pressures,
were part of a much more complex mix of issues. These issues included
social institutional support systems; institutional barriers, including
cost, instructor support, and instructional design; and learning style.38
These may combine with other psychological problems, such as pro-
crastination and motivation, as well as locus of control and attribution
issues. Garland also identified an area not touched upon by any other
researcher: academic incompatibility. Garland noted that students in
the community college normally had an open enrollment situation.
Therefore, it was quite possible for a student to enroll in a class for
which there had been inadequate academic preparation or that the
course selected required more specialized competence than the student
currently had. It was this combination of factors, he theorized, that led
to higher failure rates, and not the medium of delivery.
Verduin and Clark (1991) suggested that distance students
compensated for learning style differences and that it was important to
assess the need for feedback and to build systems that supported all
learning styles.
Schlosser and Anderson (1994), on the other hand, argued that
since so little research had been done on the distance learner, it was
necessary to continue exploratory research that focused on student
success or failure to determine whether a problem actually existed.
Ehrman (1990) agreed with Schlosser and Anderson that there was a
need for more research on learning styles and learner characteristics to
determine if these characteristics predicted student success for the
distance student.,39
Research Design
The field of distance learning has relied heavily on action research
carried out by the practitioner to evaluate the impact of technology on
the learner (Schlosser & Anderson, 1994).
Borg, Gall, and Gall (1993) noted that action research was a form
of research done by a practitioner with a goal of obtaining knowledge
that could be applied to the local situation to improve future practice
and investigate results of practice change. The action researcher uses
as subjects the student population with whom the researchertypically
works. Unlike formal research, the results are not generalizable to
larger populations but are specific to the population studied (Borg, Gall,
& Gall, 1993, pp. 307-308). Furthermore, much of current action
research is carried out by professional educators who enroll in graduate
degree programs and who use this form of research to fulfill university
coursework requirements (Borg, Gall, & Gall, 1993, p. 400).
The present study used the action research as the model and the
survey as the tool to explore the relationshipbetween the test items and
variables to predict future academic achievement of a specific student
population. A survey is a form of data collection in which an
instrument, such as a questionnaire, is linked to mathematical or
statistical procedures for analysis. A survey instrument can be thought
of as a collection of one-item tests in which the items are analyzed40
separately, together, or with other variables to elicit information. One
use of survey research commonly cited is predicting future student
achievement (Borg, Gall, & Gall, 1993). Prediction studies give
researchers one or more of the following types of information:
The extent to which criterion behavior (in this case academic
achievement) could be predicted
Data for building models or theoretical constructs around the
criterion behavior
Evidence regarding the predictive validity of the test instrument
correlated with the criterion (Borg, Gall, & Gall, 1993).
Validity
Validity in this study referred to the extent to which a test
demonstrated what its author or users claimed it demonstrated. Test or
instrument validity concerned the appropriateness of the conclusions
made on the basis of the test. Salvia and Ysseldyke (1991) asserted that
validity was not measured directly. It was only reflective of evidence
presented that supports the intended use of the particular test.
Validation, therefore, is the process of gathering information about the
appropriateness of the test-based inferences. There are several
interrelated types of validity usually considered in the process of
validation: content validity, criterion-related validity, and construct41
validity. Within that framework, there are two types of criterion-related
validity, concurrent and predictive (Salvia & Ysseldyke, 1991).
According to Salvia, a test's criterion-related validity is the extent
to which a person's score on a criterion measure can be estimated from
that person's test score. There are two types of criterion-related validity
that refer to the timing of the measurement of the test and criterion
measure. Concurrent validity refers to administering the test and
measuring the criterion in a short time frame (Salvia & Ysseldyke,
1991). Predictive validity is the degree to which the predictions made
by a test are later confirmed by behavior of the subjects. This type of
validity is used in educational research to predict high-risk traits in
educational and psychological settings. The test or assessment
instrument is given at a point prior to the event being predicted. Then,
at a later point, the subject's test scores are correlated with a criterion
measure, such as a grade. The correlation between the test score and
the grade provides a measure of the predictive validity of the test or
assessment instrument (Borg, Gall, & Gall, 1993). Statistical analysis,
the professional panel, previous testing results which used the same
instrument, and relevant literature citations were approaches noted in
the literature to gather evidence for validity.42
Summary
Studies of distance learning students for the last several decades
have been focused on distance learning media comparisons. These
comparison studies usually compared a specific delivery system such as
print correspondence, audio cassettes, video-taped telecourses, or
interactive television with traditional face-to-face classroom outcomes,
as measured by grades and student satisfaction. Comparison studies
done using visual technology, such as telecourses or interactive
television, consistently indicated that there was no significant difference
in the educational effectiveness of distance learning methods and face-
to-face instruction (Clark,1983; Ritchie 86 Newby, 1989; Wiggins, 1993).
Clark noted that "the best current evidence is that media are mere
vehicles that deliver instruction but do not influence student
achievements any more than the truck that delivers our groceries
causes changes in nutrition" (Clark, 1983, p.445). Since the late
eighties, an increasing amount of research focused on the milieu,
conditions, and study motivation of the distance learner. Within these
broad categories of student behavior, more recent studies have
attempted to discover reasons for student success or failure in distance
learning courses. Special emphasis has been placed on one of the
greatest challenges to both the institutions offering telecourses and to
the students enrolling in these courses: the high failure component.43
The primary variables examined were locus of control, academic and
social integration variables, motivation, and learning styles. The
research indicated that there were in many cases identifiable predictors
of high risk among college distance education students. These were
identified by analyzing the characteristics of the successful learners.
These characteristics of success included internal motivation, higher
grade point averages, age, marital status, time management skills,
expectation of course difficulty, positive feelings toward the institution,
and gender. Successful students were more internally oriented, had a
higher grade point average, had more college credits, were older, were
married, expected the course to be as hard or harder than face to face,
had good time management skills, initiated contact with the instructor,
and were more likely to be women. While the characteristics of the
successful learner have been identified, those studies which attempted
to identify the at-risk student prior to the completion of the course met
with little success.
The research into factors influencing academic achievement of the
distance learner was only seriously begun in the late 1980's. The
limitations of the literature reviewed were in large part due to the
following:44
Published reports were largely anecdotal. Reports were of a
specific distance learning project and not generalizable to
other projects.
Distance education is an emerging discipline that is
practiced largely by nonresearchers who do not publish.
The literature was largely dominated by comparison studies.
There are many approaches to distance education and the
techniques were so diverse that comparison was difficult.
The research tended to study the adult, off-campus, four-
year college student or the college bound highschool
student.
The majority of research was done in Canada or the United
Kingdom, where there were large-scale distance education
programs, or at the K-12 level in the United States.
Persistence in education was determined to be a result of the
multifaceted nature of the human personality, coupled with external
factors, such as the relationship between the student and the
institution or educational environment. The student's motivation,
learning style, locus of control, attribution of abilities, psychologicaland
technological factors, and institutional support were all combined in the
attempts to assess the student's likelihood of completion.Prediction of45
those factors increasing the likelihoodof success would bea valuable
tool for the distance educatorto use to increase completionrates.
And finally, no simple, easy-to-use toolsuitable for students to
utilize in selecting the appropriate deliverymethod was found by
reviewing the literature. Likewise,no pre-assessment instrument in
current use was shown to help guide the studentsto resources they
might need to succeed. The research neededto determine which factors
were the most important in achieving studentsuccess was limited but
was increasing, as student success became the focus ofresearch. These
limitations underscored the need for furtherresearch in this area.46
Chapter 3
Methodology
The purpose of this study was to determine if a specific precourse
self-assessment instrument, the Telecourse Self-Assessment Prediction
Instrument (TSAPI), was a valid predictor of successful telecourse
completion. Restatement of the research question; descriptions of the
methodology used in sampling; use of the survey instrument; data
collection procedures; and tabulation, treatment, and statistical
analysis procedures are the major topics covered in this chapter.
Statement of Research Question
The major research question addressed by this study was as
follows:
Based on the interrelationship of factors that affect student
telecourse success or failure (identified as motivation, interaction,
autonomy, learning styles, institutional support, technology anxiety,
and personal time), was the Telecourse Self-Assessment Prediction
Instrument a valid predictor of successful telecourse completion, as
measured as a passing grade of D or better?
In addition, the following demographic characteristics were
addressed as to their effect on telecourse completion:47
gender
cumulative grade point average
cumulative hours of college credit
Sources of Data
Subject Selection. Randomization was not possible in this study,
because students had enrolled in classes based upon personal choice
(i.e., self-selection into groups). The population involved in the study
included students enrolled in Medical Terminology I MED051 and
Medical Terminology II MED052, Personal Health HE205, and Aging and
Society HS 220 telecourses at Chemeketa Community College from
1994 to 1995. The specific subjects of the investigation were those
students who volunteered to complete the TSAPI at the orientation
session of the class and who agreed to allow postclass follow-up using
grade histories furnished by the registrar. Participation was voluntary.
An inclusive rather than a random sample was drawn, due to
population numbers and the voluntary aspect of the study.
The Instrument. The TSAPI is an instrument designed to allow
students to self-assess their potential for successful completion of
telecourse instruction. It consists of 10 weighted forced-response
questions and a scoring guide. These questions and the weighted forced48
responses corresponded to the six interrelated factors identified through
the literature search as highly predictive of telecourse completion.
As noted in chapter 1, the rationale for using this specific
instrument was related to its common usage at ChemeketaCommunity
College and the fact that research into its validity and utilitywas
unknown. This type of investigation was an example of appliedaction
research.
Instrument Scoring. A forced-response weighted scalewas used.
Each possible response was given a level identifier (i.e., choice"a" was
given a score of 3, "b" a score of 2, and "c" ascore of 1). In computing
the score of a subject, responses to the itemswere totaled.
Classification of Subjects into Groups. The subjectswere placed
into two groups by grade histories: successful completers (finalgrade of
A, B, C, or D) and noncompleters (final grade of F, W, I, N,or NS). The
cut-off grade that differentiated completers from noncompleterswas
1.00, or a D. Subjects were placed in a group basedon this cutoff score
and statistically compared using gender, final grade, GPA, and
cumulative credit hours as variables. The relationship between each
test item and the variables was explored using descriptive statistics.49
Data Collection Procedures
The TSAPI and the method of administration and datacollection
were submitted to the Institutional Review Board of Oregon State
University and accepted as an exempt study. The registrar of
Chemeketa Community College reviewed the data collectionprocedures,
subject disclosure form, and instructor request form and determined
that all requirements of subject confidentialitywere being met in the
design of the study.
The TSAPI and subject disclosure forms were given to each
student by a representative of the distance education office of
Chemeketa Community College, who had previously attended the
orientation session for the selected telecourses. The studentswere
asked to complete the instrument and return it to the representative.
The students affirmed their participation in the study by placing their
student identification number on the instrument. The instrumentswere
collected by the representative and forwarded to the investigator.
In order to gather demographic information, the college registrar's
office was engaged. The registrar maintained the students' grade
histories. From this source, gender, GPA, final grade, and cumulative
credit hours at time of enrollment in the telecourse were identified.50
Treatment of Data
The data obtained from the registrar were compiled using the
statistical software package Statview 4.5 (Haycock, Roth, 86 Gagnon,
1994). The software package Excel (1993) was used to synthesize and
organize data.
Descriptive Statistics and Their Use in Data Analysis
Descriptive statistics summarize raw or coded data. The
descriptive statistics used in this study included measures of central
tendency, measures of variability, percentages, frequency tables and
distribution measures. Descriptive analysis, such as frequency
distribution, percentages, standard deviations, means, and modes,
described basic information concerning the sample.
Central tendencies measure how the data are gathered around
one point. Those are the mean, mode, and median. The mean wasused
because it is the most stable from population to population. It is the
arithmetic average of the number of observations, tests, and population.
It is commonly called the average. The median describes the midpoint of
the collected data, and the mode describes the most commonly
occurring data, such as a grade or score (Borg, Gall, 86 Gall, 1993;
Rowntree, 1981). The mode was used because it was the only central51
tendency figure to make sense with the nominal data collected for this
study, such as gender and completion (Moore, D.S., 1979).
Variability describes the amount of dispersion around a central
value such as the mean. The standard deviation (SD) was chosen for
this study to describe a measure of variability. The SD measured the
extent to which scores, on average, deviated from the mean. It was
computed by subtracting each value from the mean, squaring it, and
entering it into a formula. Another reported measure of variability used
was the range, which described the lowest and highest measures
(scores) in the distribution. It was suggested by Borg, Gall, and Gall
(1993) and others (Rowntree, 1981; Salvia 86Ysseldyke, 1991) that the
range not be reported without the SD.
The demographic information was entered into a database using
the StatView 4.5 statistical program. The data were organized by
frequency of responses (per nominally scaled category) for nominally
scaled variables to determine differences between the groups' academic
achievement, gender, cumulative GPA, academic history, responses to
individual instrument items, total instrument score, and final grade.
The methodology used for this applied research project was
selected to provide a useful process of collecting quantitative data. In
chapter 4, Results and Findings, the sampling, data collection, and data52
treatment procedure follows the statement of each instrument question,
with the descriptive statistical results presented in tables.53
Chapter 4
Results and Findings
The purpose of this study was to determine whether the
Telecourse Self-Assessment Predictor Inventory (TSAPI) predicted the
students' likelihood of success in a telecourse. The utility of this
instrument was analyzed using descriptive statistical procedures to
describe and compare relationships between the TSAPI scores, the
scores on each instrument item, and student success (defined as
completion or noncompletion).
The study compared academic achievement with scores on the
TSAPI of students enrolled in Medical Terminology I MED051, Medical
Terminology II MED052, Personal Health HE205, and Aging and Society
HS220 telecourses at Chemeketa Community College from 1994 to
1995.
The study also addressed secondary research questions. The first
investigated the relationship between academic achievement and the
demographic factors of gender and credit hours at time of enrollment.
The second investigated the relationship between academic achievement
and grade point average. The relationships were described using
descriptive statistics, such as percentages, measures of central
tendencies, and ranges.54
This chapter begins with the presentation of specific demographic
information on the population. Data related to the secondary research
questions are then summarized. The analysis of data related to the
utility and validity of the TSAPI are presented next. The overall findings
have been presented in a summary listing for reader convenience. A
discussion of the conclusions, limitations, and recommendations for
further research follows in chapter 5.
Subject Selection
Two-hundred twenty TSAPI instruments were distributed at nine
telecourse orientation sessions. One hundred forty-five instruments
were returned, for an overall response rate of 66 percent. A total of 133
subjects completed the instruments used in the analysis. Twelve
subjects either did not have grade histories or had other missing
information and were eliminated from the study.
The data gathered from the instrument and the student academic
histories were organized into categories and variable groups. Theraw
coded data were analyzed as they related to the main research question
and each of the secondary questions posed in chapter 1. Each research
question has been paraphrased in a section with tables and narrative
specific to the question.55
The statistical analyses of the data were performed on a Power
Macintosh 6100 with the StatView 4.5 (Haycock et al., 1994) statistical
software package. Throughout the analysis, percentages were rounded
to the nearest whole integer for ease of reading. The other measures
were rounded according to academic convention. Total credit hours,
cumulative GPA, final instrument score, and final grade were
categorized as continuous variables. Measures of central tendency and
frequency distributions were computed for these classes of variables.
Gender, final grade, student success, individual item responses, and
instrument prediction categories were identified as nominal variables.
Descriptive statistics using percentage values were computed for these
classes of variables.
Secondary Research Questions
The relationships between cumulative GPA, total credit hours,
and gender were explored to determine their role in predicting student
completion of telecourses. These demographic factors were not a
response section of the TSAPI. They were collected as a by-product of
determining the final grade through the student's academic history. The
following findings and interpretive analyses of results of the
demographic information were collected to explore the secondary56
research questions. The statements of finding for each data set have
been italicized for reader convenience.
General Demographic Information. The overall course completion
rate of the subject population was 74%, with a 26% attrition, or drop-
out, rate (Table 1). This rate reflected students who were present for the
orientation but did not receive a final grade of D or higher. Females
accounted for 86% of the subject population and males accounted for
14% of the population. The female completion rate was 78%,
significantly higher than the 50% rate for males. The male rate was
split: 50% were completers and 50% were noncompleters. These rates
indicate that three out of four females who began these telecourses
successfully completed.
Females had a higher telecourse completion rate than males in this
study population.
Table 1
Frequency Distribution for Student Completion by Gender
Total Females Males
Count/Percent Count/Percent Count/Percent
Noncompleters 34/26 25/22 9/50
Completers 99/74 90/78 9/50
Total 133/100 115/100 18/10057
Academic Achievement and History. The final grade was the
measure of outcome (student success) in the case of the subject
courses. Completers and noncompleters were categories of the final
grade. The distribution pattern for final grades is shown in Table 2.
Completers had a grade of 1.0 (D) or above and represented 74% of the
subjects. Noncompleters, representing 26% of the sample, either had a
0 (F) grade or withdrew. Rounding the percents was responsible for any
totals in excess of 100%. The mean, or average, grade was 2.4, or a C+.
The mode 4.00 represented 43 students, the most frequent grade given.
Table 2 showed that 2, or 2%, of students had D (1.00) grades; 18, or
14%, of students had C (2.00) grades; 36, or 27%, had B (3.00) grades;
and 43, or 32%, had A (4.00) grades. Final grades of B or A were given
to 64% of the females, as compared to 39% of the males. The
distribution was skewed toward the extremes, as demonstrated by the
Kurtosis value of -1.229 and a standard deviation of 1.57. This
indicates that grades did not follow a normal curve. There were more A
grades and noncompleters transcripted, instead of more C grades with
equal distribution of D grades and B grades transcripted, which would
be the case with a normal Bell curve.
Students who completed the telecourse were more likely to get an A
or B than any other grade(59%). Females were more likely to receive a B58
grade (29/ 17%) or an A grade (34/22 %) than males. Males (50%) were
more likely to receive a 0 grade than females (22%) in this study
Table 2
Frequency Distribution for Final Grade
0.001.002.003.004.00Total
Total Count 34 2 18 36 43 133
Total Percent 26 2 14 27 32 100
Female Percent 22 2 14 29 34 100
Male Percent 50 0 11 17 22 100
GPA, Total Credit Hours, and Final Grades. The central tendency
measures for final grades, cumulative GPA, and total credit hours have
been presented in Table 3. The final grade for noncompleters was 0.
Completers had an average grade of 3.2, with a mode of 4.0. The mean
GPA of the noncompleters was 2.6 (C) and of the completers, 3.2 (B),
almost a full grade point difference. The mean for credit hours was 41.4
total credit hours. Completers averaged 13.5 more credit hours than
noncompleters. The difference represents an advantage of over one full
term of credit hours (12 credit hours represent a full term load) at the
time of the telecourse.59
Noncompleters averaged the same scores on the TSAPI as
completers but had taken fewer college credits and had lower grade point
averages.
Table 3
Descriptive Statistics of Completers and Noncompleters
Mean SD
Final grade, All subjects 2.4 1.6
Final grade, Noncompleters 0.0 0.0
Final grade, Completers 3.2 .8
GPA,All subjects 3.1 .8
GPA, Noncompleters 2.6 1.2
GPA, Completers 3.2 .6
Credit hours, All subjects 41.4 41.7
Credit hours, Noncompleters 31.3 37.1
Credit hours, Completers 44.8 42.9
Total score, All subjects 23.1 2.4
Total score, Noncompleters 23.2 2.4
Total score, Completers 23.0 2.460
The Telecourse Self-Assessment Prediction Instrument
The results of the TSAPI were reported in tables 4 through 14. The
TSAPI was a simple forced-choice survey instrument consisting of ten
questions. The questions were intended to reflect learner
characteristics believed important to predicting learner success. Seven
of the 10 questions on the TSAPI addressed topics which were cited in
the related literature as possible predictors of student success. These
topics included motivation, question 1 (Coldeway, 1991); interactivity,
questions 2, 4 and 6 (Iverson 1995); locus of control, question 5
(Pug liese, 1994); procrastination, question 3 (Atman, 1988); and
institutional barriers, question 10 (Garland, 1993). Each item, or
question, was assumed to be indicative of the importance of that
characteristic to predicting student success. The investigator compared
the responses on the individual survey questions to the students' final
grade in the class. The total or aggregate instrument score was then
analyzed to determine the connection between the score and the final
grade, which was the sole measure of student success. (A 0 grade
indicated both academic failure and failure to complete courses).
The individual item responses were analyzed to determine the
connections between item response and the prediction of student
success (completion/noncompletion). Each item was analyzed and the
findings presented in this section. The instrument provided numerical61
values for all responses; "A" responses were representedas three points,
"B" responses as two points, and "C" responses as one point. These
score values were those entered into the study database as codedraw
scores. Frequency tables were run on each item to determine if there
was a connection between the item and student success. This method
was chosen because the data were nominal and not suitable for
measures of central tendency or variation.
Question 1: "My need to take this course now is ..." The need to
take the course at this time, as measured by the instrument,was 90%
overall, with 66, or 50%, of the total students having a high need for the
class (Table 4). A majority of noncompleters (59%) reporteda high need
to take the class at this time. A high need to take this course at this
time was reported by 46% of the completers. These findings suggest
that the need for the class at a specific point in time was not higher for
completers than noncompleters, as would be expected if motivationwas
a good predictor of student success.
The students' need for the telecourse at a specific point in time did
not correspond with either completion or noncompletion in this
investigation.
Questions 2, 4, and 6: Need for Interactivity in the Classroom.
These items all dealt with the students' need for immediate interactivity.
They were scored and computed separately. However, because the62
Table 4
Observed Frequencies for Question 1: "My Need to Take This
Course Now Is..."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (low)
2 (moderate)
3 (high)
Totals
3
11
20
34
10
43
46
99
13
54
66
133
questions address similar topics, they will be reportedas a group.
Tables 5, 6, and 7 present the results of the frequency tables for
questions 2, 4, and 6, respectively. These results, viewedas one data
set, seemed to indicate that there was no relationship between the
factor interactivity, as measured by questions 2, 4 and 6, and student
success.
Question 2: "Feeling That I Am Part of a Class Is ..." Only 8% of
the students, both completers and noncompleters, thought that feeling
part of the class was very important. The majority (51%) of both
categories felt that being part of the class was not very important, and63
41% rated it as somewhat important. The noncompleters ratedthe
feeling as important 15% of the time, in comparison with 6% of the
completers rating it as very important. The noncompleters reported
that the feeling was not very important 56% of the time and the
completers 49%.
Feeling part of the class was not rated as very important bya
majority of either the completers or noncompleters. This question didnot
appear to be a factor in predicting student success.
Table 5
Observed Frequencies for Question 2: "Feeling That I Am Partof
the Class Is ..."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (very important) 5 6 11
2 (somewhat important) 10 44 54
3 (not very important) 19 49 68
Totals 34 99 133
Question 4: "Classroom discussion is ..."
The majority of students (71%) felt that classroom discussionwas
sometimes helpful. There was little difference in the percentage of64
completers (72%) and noncompleters (71%) selecting thisanswer. Only
31 (23%) of the 133 students felt that classroom discussionwas almost
always helpful. A slightly larger number of noncompleters (27%)than
completers (22%) felt that classroom discussionwas always helpful.
Although 94% of the students reported that classroom discussion
was either almost always or sometimes helpful, there was little difference
in the response of the completers and noncompleters. It doesnot appear
that classroom discussion was a major factor in completionrates.
Table 6
Observed Frequencies for Question 4: "ClassroomDiscussion Is ..."
Score
NoncompletersCompletersTotals
Observed ObservedObserved
1 (almost always helpful) 9 22 31
2 (sometimes helpful)
3 (rarely helpful)
Totals
22 72 94
3 5 8
34 99 133
Question 6: "I need faculty comments onmy assignments ..."
Students did not need to have their assignments returned quickly,as
evidenced by the small percentage who needed them rightaway (5%)
and those willing to wait a few days or weeks (95%). Nearly equal65
numbers of completers (39%) and noncompleters (36%) reported that
they needed faculty input on assignments within a few days. Both
completers and noncompleters (60% each) reported that they would like
their assignments back within a few weeks, as opposed to a few days.
The need for faculty comments on assignments did not appear to be
a strong factor in predicting student success.
Table 7
Observed Frequencies for Question 6: "I Need Faculty Comments
on My Assignments ..."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (right away) 3 3 6
2 (within a few days) 9 36 45
3 (within a few weeks) 22 60 82
Totals 34 99 133
Question 3: "I Would Classify Myself As Someone Who ..." Table 8
reveals that 20% of the noncompleters and 25% of the completers view
themselves as someone who puts things off. Noncompleters (20%) and
completers (18%) were very similar in their need for reminders to get
things done. Approximately 57% of both completers and noncompleters66
said they got things done ahead of time. There were only marginal
differences between the responses of either category of student.
The students' self-assessed level of procrastination was similar for
both completers and noncompleters and did not appear to be helpful in
predicting student success .
Table 8
Observed Frequencies for Question 3: "I Would Classify Myself as
Someone Who ...."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (puts things off) 7 25 32
2 (needs reminding to
get things done on time)
7 18 25
3 (gets things done
ahead of time)
20 56 76
Totals 34 99 133
Question 5: "When an Instructor Hands Out Directions for an
Assignment, I Prefer ..." Completers (74%) responded that they either
figured out directions given by the instructor or asked for help (see
Table 9). Noncompleters preferred to have directions personally67
explained to them (33%) or tried to follow directions and then get help
(50%). In the noncompleter category, 18% of the respondents preferred
to figure out directions themselves, while in the completer category only
3% preferred this method.
Completers were more likely to try to follow directions and then get
help than noncompleters.
Table 9
Observed Frequencies for Question 5: "When an Instructor Hands
Out Directions for an Assignment, I Prefer ..."
Score
Noncompleters CompletersTotals
Observed ObservedObserved
1 (having instructions
explained)
11 25 36
2 (trying to follow
directions,then getting
help as needed)
17 71 88
3 (figuring out the
instructions myself)
6 3 9
Totals 34 99 13368
Question 7: "Considering My Professional and Personal Schedule,
the Amount of Time I Have to Work on a Telecourse Is ..." More
completers (68%) felt that they would spend the same amount of time
on the class as they would have if taking the course on campus. Only
41% of the noncompleters expected to spend the same amount of time
on this course as they would for an on-campus course. The
noncompleters had less time to spend on the class in comparison toan
on-campus course by a margin of 32% (noncompleters) to 19%
(completers). Students who thought that the telecourse would require
less time than a traditional class completed less often than those who
thought it would take the same or more time, as shown by Table 10.
Student perception of the amount of time needed to complete the
telecourse in comparison to an on-campus class was a factor in predicting
student success. Completers expected to spend the same or more timeon
the telecourse, while noncompleters expected to spend less time.
Question 8: "When I Am Asked to Use VCRs, Computers, Voice
Mail, or Other Technologies New to Me ..." The pattern of responses to
the question demonstrated that 100 of the 133 students looked forward
to learning new skills, regardless of final outcome (see Table 11). Only
one student in each category reported that she/he would avoid new
technology. There was no percentage difference between the responses
of the two groups.69
There was no apparent relationship between answers to the
question regarding technology and predicting student success.
Table 10
Observed Frequencies for Question 7: "Considering My
Professional and Personal Schedule, the Amount of Time I Have to
Work on a Telecourse Is ..."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (less than an on-
campus class)
11 19 30
2 (the same as an
on-campus class)
14 68 82
3 (more than enough) 9 12 21
Totals 34 99 133
Ouestion 9: "As a Reader, I Would Classify Myself As ..." None of
the students classified themselves as slower-than-average readers (see
Table 12). Average reading ability was reported by 30% of the
respondents. Noncompleters rated themselves as good readers 53% of
the time. Completers, on the other hand, rated themselves as good
readers 73% of the time.70
Rating one's self as a good reader appeared to be a factor in
predicting student success. Completers rated themselves as good readers
more often than noncompleters.
Table 11
Observed Frequencies for Question 8: "When I Am Asked to Use
VCRs, Computers, Voice Mail, or Other Technologies New to Me ..."
Score
Noacompleters
Observed
Completers
Observed
Totals
Observed
1 (avoid) 1 1 2
2 (feel apprehensive but try) 5 26 31
3 (look forward to learning) 28 72 100
Totals 34 99 133
Table 12
Observed Frequencies for Question 9: "As a Reader, I Would
Classify Myself As ..."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (slower than average) 0 1 1
2 (average) 16 26 42
3 (good) 18 72 90
Totals 34 99 13371
Question 10: "If I Have to Go to Campus to Take Exams or
Complete Work ..." As shown in Table 13, only 10% of both the
completers and noncompleters responded that they had the ability to
come to campus any time. Over 50% of both categories of students
responded that coming to campus would be difficult anytime or could
be done only in the evenings or on the weekend. There was no reported
difference between the responses of completers and noncompleters.
This might have reflected the motivation for enrolling in a telecourse, as
opposed to a traditional class.
The responses indicated that most of the students enrolled could
not take the class in the traditional manner, and that this was not a
predictor of success but may have reflected the reason for enrollment.
Table 13
Observed Frequencies for Question 10: "If I Have to Go to Campus
to Take Exams or Complete Work ..."
Score
Noncompleters
Observed
Completers
Observed
Totals
Observed
1 (anytime) 3 9 12
2 (only on evenings and
weekends
14 47 61
3 (difficult anytime) 17 43 60
Totals 34 99 13372
Instrument Total Scores of Completers and Noncompleters
The total instrument score was the sum of all the responses to the
individual items. The instrument scoring guide noted that scores of
above 20 indicated the likelihood of success according to the scoring
guide. Scores below 10 had a low likelihood of success. The scores of
the subjects were analyzed to determine whether those students who
had low scores actually failed to complete or failed academically.
Conversely, the scores above 20 were analyzed to determine if they
predicted telecourse success.
The data shown in Table 14 indicated that none of the students
scored themselves below 10. All of the noncompleters scored themselves
Table 14
Frequency Distribution Table for Total Instrument Score
Total Score Percent
Noncompleters
Percent
Completers
Percent
0-10 0 0 0
11-17 0 0 0
18-20 17 14 18
21-27 80 86 79
28-29 3 0 373
in the 18-28 range. Only completers scored in the 28-29 range. This
range, however, accounted for only 3% of the students.
The instrument placed the completers in the correct category
100% of the time. The instrument incorrectly categorized the
noncompleters 100% of the time.
The total scores did not predict which students would succeed or
fail in the telecourses studied. Noncompleters' total scores and completers'
scores were very similar and could not be used to predict student
success.
Key Findings
The following is a summary of the key findings of the study upon
which the conclusions found in chapter 5 are based.
1. The total scores did not predict which students would succeed
or fail in the telecourses studied. Noncompleters' total scores and
completers' scores were very similar and could not be used to predict
student success.
2. Females had a higher telecourse completion rate than males in
this study population.
3. Students who completed the telecourse were more likely to get
an A or B than any other grade (59%). Females were more likely to74
receive a B (29/17%) or A (34/22%) than were males. Males (50%) were
more likely to receive a 0 grade than females (22%) in this study
4. Noncompleters averaged the same scores on the TSAPI as
completers but had taken fewer college credits and had lower grade
point averages.
5. The students' need for the telecourse at a specific point in time
did not correspond with either completion or noncompletion in this
investigation.
6. Feeling part of the class was not rated as very important by a
majority of either the completers or noncompleters. This question did
not appear to be a factor in predicting student success.
7. Although 94% of the students reported that classroom
discussion was either almost always or sometimes helpful, there was
little difference in the response of the completers and noncompleters. It
did not appear that classroom discussion was a factor in completion
rates.
8. The students' self-assessed level of procrastination was similar
for both completers and noncompleters and did not appear to be helpful
in predicting student success.
9. Completers were more likely to try to follow directions and then
get help than noncompleters.75
10. Student perception of the amount of time needed to complete
the telecourse in comparison to an on-campus class was a factor in
predicting student success. Students who expected to spend equal or
more time on the telecourse, as compared to a traditional on-campus
course, completed more often.
11. There was no apparent relationship between answers to the
question regarding technology and predicting student success.
Completers and noncompleters were equally comfortable with new
technology.
12. Rating one's self as a good reader appears to be a factor in
predicting student success. Completers rated themselves as good
readers more often than did noncompleters.
13. The ability to come to campus any time does not appear to be
significant in predicting student success. Most students reported that
they had very limited ability to come to campus. This seemed to be a
curriculum preference rather than a characteristic of completion/
success.
Summary
Chapter 4 included a restatement of the purpose of the study, a
description of the population, and a discussion of the sampling and
data gathering process. General demographic information was76
presented using percentages, frequencies, and measures of central
tendency for GPA, final grades, academic history, student success,
gender, and total instrument scores. Frequency distributions and
percentages were used to assess the relationship between the item
responses for gender and student success, and these findings were
stated for each question item and total scores.77
Chapter 5
Conclusions and Recommendations
The major research question addressed by this study concerned
the usefulness of a student self-assessment instrument in predicting
completion of telecourses. Chapter 1 presented a rationale of the need
for such an instrument and described the intended use of this
particular instrument. Chapter 2 presented current research on
distance education and factors identified with student success. The
research results of other student success prediction instruments were
also presented. Chapter 3 outlined the methodology used in data
collection and analyses. The results and findings of the data were
presented in chapter 4. Chapter 5 discusses the conclusions drawn
from the investigation, leading to recommendations for application in
the community college setting and for further research.
This investigation also addressed three secondary research
questions. The first explored the relationship between gender and
predicting telecourse completion. The second and third concerned the
role of the academic history (GPA and total credit hours) in predicting
telecourse completion.78
Conclusions
The major conclusions of the investigation were as follows:
1. The total score on the TSAPI was not a valid predictor of
student completion or noncompletion of telecourses.
2. The questions dealing with preferred methods for delivery of
directions, expectations of time needed to complete a telecourse, and
self-assessed reading skill were related to student success.
3. Questions dealing with motivation, procrastination, ability to
come to campus, and interactivity were not found to predict student
success in this study.
4. Gender and grade point average were predictors of student
success. The cumulative GPA and the total number of college credits
accumulated were strong predictors of student success in the
telecourses. Completers averaged more cumulative credit hours and a
higher total GPA at the time of the telecourse than noncompleters.
Discussion of Conclusion 1: The Telecourse Self-Assessment
Prediction. This study represents the only available data on this widely
used instrument to date. The TSAPI was not a valid predictor of student
completion or noncompletion of telecourses. The total score on the
instrument was not substantially different for completers or
noncompleters. The distribution of total scores was also very similar,
except for the top two scores, representing 3% of the sample. The ability79
of the instrument's total score to accurately predict student success
was defined as its predictive validity. An accurate prediction
instrument should be useful to both the student and the instructor in
determining if a particular delivery system is appropriate for the
learning experience. Even if an instrument's total score did not
accurately predict the success category, individual responses might still
be useful to the student and instructor. Responses may suggest areas
where immediate intervention or modification of normal procedures
would promote completion.
This instrument attempted to predict student success using a
very short list of questions. Other instruments cited in the literature
review had 60 to 140 questions and took from one hour to several hours
to complete. Those investigations did not predict success or failure in
telecourses with any greater accuracy than the instrument studied in
this investigation. In addition, the practitioner could not typically afford
the extended length of time needed to administer or score the longer
instruments.
Discussion of Conclusion 2: Questions Related to Student
Success. Three of the 10 questions were determined to have predictive
value because a substantially higher percentage of completers gave a
particular answer. The other seven questions either had no difference
at all or the percentage difference or distribution range was very small.80
The strong relationship between figuring out or initiating
questions about directions and success (question 5) was mirrored by
the research of M.G. Moore (1980) and Robertson (1986). Their
investigations found that students who took the responsibility for
understanding the directions themselves (field independent) were more
successful.
The Chemeketa Fall Telecourse Survey of 1994 revealed that 73%
of telecourse students were working adults with families (appendix B).
These data perhaps suggested a factor explaining why the expectation of
time spent on a telecourse (question 7) correlated strongly with
completion. Students who thought that the telecourse would require
less time than a traditional class completed the telecourses less often
than those who thought it would take the same or more time.
The responses to question 9 indicated that, although none of the
students rated themselves as poor readers, completers rated themselves
as good readers more often than noncompleters. This basic skill could
be more necessary in the distance environment than in the on-campus
classroom. The strong relationship between self-assessment as a very
good reader and completion is an area the instructor could use to
identify possible intervention strategies.
Discussion of Conclusion 3: Questions Not Predicting Student
Success. Although the need for feedback, or interactivity, was cited81
repeatedly in the literature as an important factor in completion of
telecourses (Moore, M.G., 1990; Pugliese, 1994), this was not the case
in this investigation (questions 2, 4, and 6). This investigation
corroborated the study by Ritchie and Newby (1989) who found that,
while the need for interactivity might have defined learning style, it did
not alter performance. The results of this investigation seemed to
support the growing feeling that students who did not need interactivity
would self-select delivery methods such as telecourses (Coggins, 1988;
Garrison, 1990). These seemingly conflicting results indicated that
feedback was not measured by class discussion alone (question 2) or by
feeling one was part of the class (question 4) or by the instructor's
prompt return of assignments (question 6). Questions similar to 2, 4,
and 6 on the TSAPI could have been used by the instructor to flag the
student who, for instance, needed the instructor to modify response
times or deliver timely reminders of progress.
The information gained about the individual needs of the
students could prove more important to ultimate success than the data
indicated. In the future, instructors might use the information about
need for feedback to alter response times or create other systems of
interactive communication for those students who indicated that this
was important. If classroom discussion was an important issue to the
student, and yet the need for the class at this time dictated a82
telecourse, the instructor could guide the student to peer tutoring and
study circles or perhaps a phone, fax, or modem discussion could be
initiated. The TSAPI under these circumstances would be used not as a
predictive instrument, but as a student learning aid.
Using a Goal Orientation Index, Atman (1988) found that those
who planned and organized were more successful. The findings of this
study contradicted that view (question 3). The differences found could
be in the use of a single test question versus a battery of test questions.
Borg, Gall, and Gall (1993) have suggested that for a criterion measure
to be valid, there should be at least 10 questions in the battery related
to the particular affective category. This instrument does not meet that
test and was specifically designed to be a short self-assessment
instrument for student use.
Question 3 identified those students who were procrastinators
and needed reminding. This information was very valuable to both the
instructor and the student. While the TSAPI might not have predicted
success, there was a strong suggestion that the intervention of periodic
reminders might be valuable to certain students who identified
themselves as procrastinators.
The need to come to campus was problematic for a majority of
both categories of students. This need did not change with completion
rates. The major reason most students took telecourses, according to83
the Chemeketa Fall Telecourse Survey (appendix B), was because other
class schedules and work conflicted with on-campus work. Further,
98% of the students reported working as well as going to school. This
finding was consistent with the findings of Brey (1988) and Iverson
(1995) who both reported high percentages of working students and
conflicting schedules as reasons for choosing telecourse study.
Discussion of Conclusion 4: Other Predictors. The findings
surrounding student demographics reflected other studies which have
identified previous academic success, as measured by GPA and
completion of previous academic course work, as significant predictors
of success (Coggins, 1988, Iverson, 1995). Students who have had
previous academic success in telecourses were more likely to have
continued success in telecourses. Gender was not a consistent
predictor of success in a study by Dille and Mezack (1991) but was a
predictor in the Ross and Powell (1990) investigation.In this study,
like the Ross and Powell study, the population was predominately
female (85%), and females were more successful. This population was
only slightly more female than the general telecourse population at
Chemeketa Community College, where the telecourse population was
76% female (appendix B).
Although the results of this study did not appear to show the
TSAPI to be a good predictive instrument, there remains a need for a84
useful instrument for the practitioner and student to use in determining
the educational fit in the distance learning environment. For prospective
distance education students, such information is needed prior to their
enrolling in telecourse study. Verduin and Clark's model for distance
education instruction (1991, p. 156) listed assessment of incoming
behavior as the first step in distance education learning. They described
such an assessment as one that "looks beyond the students' present
knowledge and skills." Assessment of motivation, learning style,
tendencies, preferences, competence, self-direction, and past experience
prior to entry were deemed very important in their model. This
instrument may have a potential as an assessment guide. This study
did demonstrate that such an instrument could be easily administered
and scored in just a few minutes. The average time spent administering
the instrument in each orientation was 10 minutes (D. Carver, personal
communication, January 22, 1996). The instrument provided the
instructor valuable information about the individual needs of students
that was normally difficult to determine in the telecourse environment.
This information included the student's own assessment of motivation,
procrastination tendencies, reading skill, need for assignment feedback,
availability for campus activities, need for feedback on instructions, and
classroom discussion.85
Recommendations
The following recommendations were based on the findings and
conclusions of this study.
Recommendations for Action regarding the TSAPI.
1. Continue to gather data on the TSAPI using both student and
instructor input.
2. Use the current TSAPI with caution until further study,
particularly regarding the scoring guidelines. These guidelines could be
eliminated from the questionnaire.
3. Revise the instrument as suggested in the recommendations
for further study below and enlist distance education instructors to
evaluate and pilot test the resulting revised instrument.
4. Design and conduct training on the value and use of a
predictive instrument which also serves as a needs assessment vehicle
for incoming telecourse students.
5.Once a new instrument has been field tested, use the results
to identify those students who need intervention in key areas, such as
expanded directions, reminders of assignments, and feedback on
assignments.86
Recommendations for Further Study.
A. Establish an applied research project to create a revised and
more usable prediction instrument with research activities to include
the following elements:
1. Test the instrument on a wider population by enlisting other
local community colleges.
2. Use a Delphi panel of telecourse instructors to help validate
the resulting instrument.
3. Eliminate those variables that were not associated with
student success or usefulness in needs assessment, such as
technology anxiety.
4. Expand the response choices to a five-choice Likert scale and
revise the scoring guide to reflect research on guidelines for
successful surveys.
5. Focus on variables that revealed instructor utility or
correlation with success, such as assignment feedback,
procrastination, directions, and expectation of time to be spent
on the course.
6. Expand and revise the questions related to field independence
and motivation.87
B. The roles of motivation, interactivity, learning styles,
procrastination, and expectation in telecourse success need further
exploration.
C. Indicators of high risk for failure in the distance environment
need to be identified by expanded research to enable an assessment
strategy to be developed.
D. Indicators of success in the distance environment should be
studied by expanded research to enable an accurate prediction
instrument to be developed.
E. Research of the distance learner in the community college
environment should to be encouraged by educational institutions
granting graduate-level degrees.
The role of the practitioner as researcher could be greatly
strengthened by institutions such as Oregon State University who grant
advanced degrees through programs designed for the current
practitioner. The fostering of this type of research is particularly
important for emerging fields such as distance education. Since very
few universities offer advanced degrees solely in the field of distance
education, the need for research by practitioners is heightened.88
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APPENDICES94
Appendix A
Telecourse Self-Assessment Prediction Instrument
"Are Telecourses for Me?"
This handy questionnaire helps students decide.
Are telecourses for you?
How well would telecourses fit your circumstances and lifestyle? Circle one answer
for each question and score as directed.
1. My need to take this course now is:
A. High - I need it immediately for degree, job, or other important reason.
B. Moderate - I could take it on campus later or substitute another
course.
C. Low - it's a personal interest that could be postponed.
2. Feeling that I am part of the class is:
A. Not particularly necessary to me.
B. Somewhat important to me.
C. Very important to me.
3. I would classify myself as someone who:
A. Often gets things done ahead of time.
B. Needs reminding to get things done on time.
C. Puts things off until the last minute.
4. Classroom discussion is:
A. Rarely helpful to me.
B. Sometimes helpful to me.
C. Almost always helpful to me.
5. When an instructor hands out directions for an assignment, I prefer:
A. Figuring out the instructions myself.
B. Trying to follow the directions on my own, then asking for help as
needed.
C. Having the instructions explained to me.
6. I need faculty comments on my assignments:
A. Within a few weeks, so I can review what I did.
B. Within a few days, or I forget what I did.
C. Right away, or I get very frustrated.95
APPENDIX A, continued
7. Considering my professional and personal schedule, the amount of time I
have to work on a telecourse is:
A. More than enough for a campus class or a telecourse.
B. The same as for a class on campus.
C. Less than for a class on campus.
8. When I am asked to use VCRs, computers, voice mail, or other technologies
new to me:
A. I look forward to learning new skills
B. I feel apprehensive, but try it anyway.
C. I put it off and try to avoid it.
9. As a reader, I would classify myself as:
A. Good - I usually understand the text without help.
B. AverageI sometimes need help to understand the text.
C. Slower than average.
10.If I have to go to the campus to take exams or complete work:
A. I can go to campus anytime.
B. I may miss some lab assignments or exam deadlines if campus labs
are not open evenings and weekends.
C. I will have difficulty getting to the campus, even in the evenings and
weekends.
Scoring:
Add 3 points for each "A" that you circled, 2 for each "B," and 1 for each "C." If you
scored 20 or over, a telecourse is a real possibility for you. If you scored between 11
and 20, telecourses may work for you, but you may need to make a few adjustments
in your schedule and study habits to succeed. If you scored 10 or less, telecourses
may not currently be the best alternative for you; talk to your counselor.96
Appendix B
Chemeketa Fall Telecourse Survey
SURVEY QUESTIONS
FALL TERMFALL TERM
1994 1995
RESPONSES RESPONSES
(%) (%)
1. Gender
Female
Male
2. Age
75
25
76
24
17 or under 2 1
18-25 34 30
26-35 29 29
36-45 22 30
46 or over 13 10
3. Which category best describes your
educational status?
Full-time student 55 36
Part-time student 45 64
4. What is your occupational status?
Full-time employed 43 52
Part-time employed 29 22
No employed outside the home 26 24
Retired 2 2
5. What is your educational goal?
AA degree 36 25
Vocational certificate 10 2
Bachelor's degree 39 56
Personal interest 5 9
Undecided 10 8
6.Is this the first credit class you have
taken through this college?
Yes 18 14
No 82 8697
Appendix B (continued)
SURVEY QUESTIONS
FALL TERM
1994
RESPONSES
(%)
FALL TERM
1995
RESPONSES
(%)
7.How did you FIRST hear about this
telecourse?
Class schedule 74 73
Media announcement 4 3
Direct mail 6 8
Friend 8 8
Counselor, advisor, instructor 8 8
8. Is this your first telecourse?
Yes
No
9. Which is the most important reason
for your enrollment in this
telecourse?
59
41
59
41
On campus classes conflicted with 39 35
work 4 10
Self-fulfillment 18 23
Prefer to take classes at home 13 9
Transportation/day care 26 23
Conflict with on campus class
schedule
10. How many telecourses are you taking
this term?
One 87 80
Two 7 16
Three 4 3
Four or more 2 1
11. Would you have enrolled in this class
if it had been offered only as a
traditional, on-campus class?
Yes 61 51
No 39 4998
Appendix B (continued)
SURVEY QUESTIONS
FALL TERMFALL TERM
1994 1995
RESPONSESRESPONSES
(%) (%)
12. Would you take another telecourse?
Yes 89 84
No 11 16
13. Would you recommend a telecourse
to a friend?
Yes 92 85
No 8 15
14 Was the telecourse orientation
useful?(Were most of your questions
about the course structure and
procedures answered in the
orientation?) 47 44
Attended very useful 31 32
Attended somewhat useful 8 7
Attendednot useful 14 17
Did not attend
15. How did you usually view this
telecourse?
Watch the program on Oregon Public 15 10
Broadcasting
Watch the program on local cable
station
26 22
Watch the program on tape at the
college/outreach center/Salem Public
22 25
Library
Record the program for later viewing 34 39
Don't view the program 3 4
16. If you view telecourses ONLY on
Oregon Public Broadcasting, is it a
hardship to have no weekend
programming?
Yes 33 33
No 67 6799
Appendix B (continued)
SURVEY QUESTIONS
FALL TERM
1994
RESPONSES
(%)
FALL TERM
1995
RESPONSES
(%)
17. Would it be a hardship if programming
on Oregon Public Broadcasting was
scheduled only between midnight and
6:00 a.m.?
No, I tape programs for later viewing
Yes, I do not have a VCR
Not sure, I have a VCR but don't tape
programs
No, I view programs on cable/in media
services/at an outreach center/at
Salem Public Library
18. If you view telecourses ONLY on
Oregon Public Broadcasting, is it a
hardship having no repeats?
55
9
17
19
69
7
6
18
Yes
No
19. When would be the most convenient
time for telecourse delivery on
television?
66
34
67
33
Weekday days 5 7
Weekday evenings 40 32
Weekend days 12 7
Weekend evenings 6 9
Doesn't matterI record for later
viewing
37 45
20. How difficult was this telecourse
compared to a traditional college
class? 2 2
Never taken another college class 29 35
More difficult 51 51
About the same 17 12
Less difficult100
Appendix B (continued)
SURVEY QUESTIONS
FALL TERM
1994
RESPONSES
( %)
FALL TERM
1995
RESPONSES
(%)
21. Were you satisfied with the
educational value of this telecourse?
Very satisfied 54 45
Somewhat satisfied 37 40
Somewhat dissatisfied 6 11
Very dissatisfied 3 4
22. How helpful were the textbook
readings in completing this
telecourse?
Very helpful 61 60
Moderately helpful 24 22
Somewhat helpful 11 13
Not helpful 3 3
Did not read the textbook 1 2
23. How helpful was the study guide in
completing this telecourse?
Very helpful 39 35
Moderately helpful 25 22
Somewhat helpful 16 11
Not helpful 4 4
Did not read the study guide 16 28
24. How helpful were the video tape
programs in completing this
telecourse?
Very helpful 29 33
Moderately helpful 28 27
Somewhat helpful 29 26
Not helpful 8 8
Did not view the videotapes 6 6
25. Was the telecourse instructor
available for assistance?
Yes 93 90
No 7 10101
Appendix B (continued)
SURVEY QUESTIONS
FALL TERM
1994
RESPONSES
(%)
FALL TERM
1995
RESPONSES
(%)
26. How much contact did you have with
the instructor?
About right 68 75
More than necessary 2 2
Not enough 30 23
27. What type of contact did you have
most frequently with your instructor?
Telephone 33 34
Discussion or study sessions 2 2
Instructor's office 9 4
Orientation/testing 22 25
Mail 34 35
28. Feedback about my progress in the
telecourse
Exceeded my expectations 13 6
Met my expectations 58 70
Fell below my expectations 29 24
29. What type of contact did you have
with your fellow students?
None 89 84
Study or discussion groups 3 5
Phone listing of other students 1 2
Other 7 9
30. I made more trips to the campus for
this course than I wanted to.
Yes 12 15
No 88 85
31. If you had the equipment necessary,
would you be interested in taking a
telecourse delivered or supplemented
by computer modem?
Yes 81 76
No 19 24102
Appendix B (continued)
SURVEY QUESTIONS
FALL TERMFALL TERM
1994 1995
RESPONSESRESPONSES
( %) ( %)
32. Do you own a VCR?
Yes 93 94
No 7 6
33. I subscribe to cable TV (solely or
partly) because I wanted to take
telecourses.
Yes 14 22
No 86 78
34. Please indicate your interest in
additional telecourses in the following
areas:
Humanities/English/speech 24 23
Social sciences 21 27
Science/math 20 23
Business 20 15
Health/home economics 15 12
35. Have you communicated with the
distance education office?
Yes 13 10
No 87 90
36. The staff is courteous
Always 69 85
Often 21 15
Sometimes 5 0
Rarely 0 0
Never 5 0
37. The staff is helpful
Always 61 80
Often 22 20
Sometimes 11 0
Rarely 6 0
Never 0 0103
Appendix B (continued)
SURVEY QUESTIONS
FALL TERM
1994
RESPONSES
(%)
FALL TERM
1995
RESPONSES
(%)
38. The distance education office is
difficult to contact
Always 17 0
Often 11 12
Sometimes 28 6
Rarely 22 64
Never 22 18
39. I get my questions answered on my
first phone call/visit
Always 28 35
Often 44 40
Sometimes
Rarely
22
0
20
5
Never 6 0